This quasi-experimental study investigated the effect of metacognitive listening strategy instruction on Omani Grade 11 EFL learners' listening comprehension and their metacognitive listening awareness. The sample of the study included two groups (experimental and control, n=112) from grade 11 students from one of the schools in Muscat Governorate in the academic year 2017-2018. Two research instruments were used to collect data: a listening comprehension test and metacognitive awareness for listening questionnaire. The results of the study revealed that students in the experimental group outperformed their counterparts in the control group in the listening comprehension as a result of the metacognitive listening strategy instruction. Similarly, there was a statistically significant increase in the experimental group students' metacognitive listening awareness as a result of the intervention. In light of these findings, implications and recommendations for further studies were offered.
Introduction
Metacognition is universally accepted to play a primary role in academic achievement (Sonowal & Kalita, 2017; Zimmerman & Schunk, 2001) and, more particularly, in language learning (Vandergrift, 2007; Vandergrift, Goh, Mareschal &Tafaghodtari, 2006; Wenden, 1998) . It is also considered a strong predictor for successful learning (Sonowal & Kalita, 2017; Vandergrift & Goh, 2012) . Some researchers suggest that metacognition can compensate for students' difficulties in language learning (Goh & Hu, 2013) . Learners who are conscious about their own learning difficulties are able to find ways to resolve them (Goh, 2000) . This means that metacognition is central to the language learning process, because it helps build self-regulated learners who can meet their own needs in different learning contexts.
In regard to language learning, listening plays a fundamental role in the process. Krashen's Input Hypothesis (1985) emphasises that comprehensible input is the primary resource for language acquisition. Thus, listening as a way of obtaining this input is considered to be of paramount importance. Morley (1984) also stresses that listening is critical not only because it is an input for learning other skills but also because it is a "premier" skill in its own right as, typically, an individual listens twice as much as they speak, four times more than they read, and five times more than they write.
Despite the importance of listening, for a long time it has been neglected in research and in language instruction. Only after the advent of the learnercentred approach and the influence of cognitive psychology in teaching and learning did listening gain more academic attention (Goh, 2008) . Recent literature advocates the idea that students need to "learn how to listen" so that they can "listen to learn" (Vandergrift, 2004, p. 19) . This 'how' of listening implies the assumption that listening is an active process, and that listening strategies can be explicitly taught. According to Goh (2000) , there are three types of learning strategy that listeners can benefit from: cognitive, metacognitive, and socio-affective strategies. Metacognitive strategies are concerned with monitoring and evaluating learning, while cognitive strategies include the activation of schema, classifying, inferring, and note-taking. Socio-affective strategies, on the other hand, focus on asking for clarification, and confidencebuilding. Among these learning strategies, metacognitive strategies are considered the most essential (O'Malley, Chamot, Manzanares, Russo & Küpper, 1985; Vandergrift & Tafaghodtari, 2010) , as they play a crucial role in enabling students to foresee and direct their own learning process (Gutierrez & Schraw, 2015; Harris, 2007; Vandergrift, 1999) .
In recognition of the importance of metacognition in L2 learning and, more specifically, in L2 listening, researchers have expressed a need for metacognitive listening strategy instruction. Mendelsohn (1998) , for example, recommends that teachers help students to apply strategies that enable them to cope with the demands of listening. Teachers are also advised to model, for learners, the mental activities that they engage in to build their understanding of listening texts (Aldera, 2015; Goh, 2000; Goh & Taib, 2006) . Many empirical studies assert that metacognitive listening instruction enhances learners' knowledge about learning to listen and helps them to implement effective strategies for managing their comprehension, which contributes to their overall listening development (Carrier, 2003; Goh, 2002; Rahimirad, 2014; Vandergrift, 2007) .
It is further argued that listening instruction that focuses on the product, rather than the process, gives no indication for the teacher regarding how the students choose an answer, or what difficulties they face. It thus does not help to improve the effectiveness of the learners' listening, or to resolve their problems (Field, 1998) . Moreover, O'Malley et al. (1985) assert that, "students without metacognitive approaches are essentially learners without direction or opportunity to review their progress, accomplishments, and future learning directions" (p. 561). This is the case with conventional listening lessons, in which students are typically receivers of input, which may cause them to become passive and bored. These lessons also deprive them of any control over their learning. By contrast, in metacognitive strategy instruction, students are encouraged to discuss their thought process and improve their metacognitive awareness (Goh & Taib, 2006) . Teachers can also follow up on students' incorrect responses, and diagnose and overcome learners' weaknesses as listeners (Field, 1998) .
In Oman, the English Language Curriculum Framework (2010), published by Ministry of Education, mentions that Grade 11 students should be able to select appropriate listening strategies like: previewing, prediction, listening for gist and guessing meaning from context. It also states that learning strategies constitute an integral part of the curriculum; and stresses the importance of independent learning, reflection and monitoring strategies. However, according to the researcher's own extensive teaching experience, there is a gap between what the curriculum framework recommends and what occurs in practice. Al Balushi (2017) indicates that listening lessons follow the pattern of "listen, respond and check". In other words, listening strategies are not explicitly taught to students in listening lessons; this may be one reason why students struggle when working on listening tasks or when answering listening questions in exams. Al Balushi (2017) also observes that students complain about the difficulty of listening tests because they lack strategic preparation for listening. As such, strategy instruction may provide an alternative to the conventional method of teaching listening in schools in Oman, because, as Field (1998) points out, in listening strategy instruction, gaps and problems in learners' listening skills are examined and evaluated.
Previous to the study by Al Balushi (2017 ), Al Busaidi (1997 investigated the different problems that Omani students face in listening, and indicated that students face problems related to teaching instruction and other problems when approaching listening comprehension tasks. In fact, Al Busaidi (1997) recommended that there are certain procedures that teachers can initiate to help students overcome their listening problems.
The literature maintains that metacognition is crucial in language learning (Carrier, 2003; Vandergrift, 2007; Vandergrift, Goh, Mareschal &Tafaghodtari, 2006; Wenden, 1998) . It also points out that there are limitations to conventional methods of listening instruction (Field, 1998; Mendelsohn, 1998; Vandergrift, 2004) . Despite the importance of metacognition in language learning, its effectiveness for improving listening comprehension has not yet been explored in the Omani context. Moreover, although Omani students complain that acquiring listening skills is difficult (Al Busaidi, 1997; Al Balushi, 2017) , there is a lack of studies investigating this skill in Omani schools. Therefore, a systematic investigation of the effect of metacognitive listening strategy instruction on improving listening comprehension and metacognitive awareness of Omani EFL learners is needed to establish its usefulness in the Omani context.
Literature Review
Research simplifies the definition of metacognition as thinking about thinking, or cognition about cognition. The term was first used by Flavell (1979) , who defined it as "one's knowledge concerning one's own cognitive processes and products, or anything related to them" (p. 232). It is also used to refer to higher order thinking, which involves active monitoring and regulation of the processes involved in learning (Sonowal & Kalita, 2017 ). If, for example, cognitive processes involve remembering and understanding, then metacognition involves thinking about this remembering and this understanding (Garner, 1987) .
Metacognitive strategies are the processes that learners consciously use to supervise or manage their own language learning by planning what they will do, checking their progress, and then evaluating their performance (O'Malley & Chamot, 1990) . Furthermore, Oxford (1990) defines metacognitive strategies as actions that go beyond cognitive devices, and which help learners coordinate their own learning process. Similarly, Rahimirad (2014) states that metacognitive strategies refer to the "conscious management and regulation of the learning process, including planning, concentrating and monitoring" (p. 1487). According to these definitions, there are three major processes in metacognitive strategies, which are also widely accepted amongst researchers in the fields of cognitive psychology and second and foreign language learning: 1. Planning: Planning refers to the process of setting goals and selecting appropriate strategies to reach these goals (Oz, 2016) . It includes two subcomponents, directed attention, and selective attention, which involve deciding in advance to focus on either general or specific points of language input (Nosratinia, Ghavidel & Zaker, 2015) .
Monitoring and Problem-solving: This refers to a learner's "on-line"
awareness of their learning process whilst undertaking activities. Problemsolving involves making adjustments to one's approach as necessary, or selecting and activating more appropriate strategies (Vandergrift & Goh, 2012) .
Evaluation:
Refers to a learner's assessment of their learning outcomes and the strategies implemented during the learning process (Oz, 2016) . Wenden (1998) , the first researcher to apply metacognition to language learning, points out that it is very useful to guide and encourage metacognitive behaviour of students learning their second or foreign language. Subsequently, many researchers have found that metacognitive awareness can be enhanced through instruction (Goh & Taib, 2006; Vandergrift & Tafaghodtari, 2010) . Furthermore, several studies maintain that there is a positive relationship between metacognitive awareness and academic achievement. For example, Sonowal and Kalita (2017) identified a strong positive correlation between metacognitive awareness and academic achievement in their correlational study of 150 high school students. Al-Alwan, Asassfeh and Al-Shboul (2013) also found a positive correlation between listening and metacognitive awareness in their study, which involved 386 Grade 10 Jordanian students, and recommended that metacognitive awareness be emphasised in listening lessons.
Listening Comprehension
Research has provided many definitions for listening, and there has been an observable shift from treating listening as a passive skill to giving it an active and primary role in language learning. For instance, Rost (2002) defines listening as a complex process in which listeners link what they listen to with what they already know. It is complex since, unlike reading, listening places a greater load on the memory because the listener cannot return to a text in order to check their comprehension (Ridgway, 2000) . Similarly, Morely (1984) stresses that listening is an active skill that demands full participation and the focused attention of the learner. Zobler (2010) goes further, assigning importance to strategy use in listening, in a definition of listening as a cognitive process that requires both active participation and conscious construction of meaning through the use of prior knowledge, contextual information, and accessing appropriate strategies. Listening has been described as an interactive process that requires both bottomup and top-down processes. Bottom-up processes refer to when the listener uses the information available within the speech itself to understand the meaning of the text that is listened to. By contrast, top-down processes involve the prior knowledge that the listener brings to the text (Hedge, 2000) . Listening literature has tended to favour top-down over bottom-up processes, as many studies conclude that good listeners rely more on top-down processes, while less successful listeners apply bottom-up processes (Field, 2000; Rost, 2002) . For example, Osada (2001) emphasised the importance of a top-down approach to listening, after finding low-level EFL Japanese students relied heavily on mental translation. The author added that they were not able to construct meaning for connected speech because they were preoccupied with processing the text word by word. However, there is some evidence that training students on bottom-up processes can produce fruitful results. For example, Kiany and Shiramiry (2002) found that the use of dictation improved the listening comprehension of Iranian EFL learners, where, after 20 sessions of listening lessons, the experimental group who were given dictation exercises outperformed the control group.
To sum up, teaching listening has to take into account both types of processes, and there must be a balance between the two approaches. In addition, the conceptualisation of listening as both an active and an interactive process lends credence to the idea that listening instruction should be assigned a primary role in equipping learners with strategies that help them regulate their own learning processes.
Metacognitive Listening Strategy Instruction (MLSI)
Having the ability to control one's mental processes while learning is one of the most important skills that teachers must equip their students with (Tisma, 2016) . This has led scholars to assert that language instruction should focus not only on providing opportunities for language practice, but also for developing metacognitive strategies. According to Vandergrift and Goh (2012) , metacognitive listening strategy instruction refers to, "pedagogical procedures that enable learners to increase awareness of the listening process by developing richer metacognitive knowledge about themselves as listeners, the nature and demands of listening, and strategies for listening. At the same time, learners also learn to plan, monitor, and evaluate their comprehension efforts and the progress of their overall listening development" (p. 97). Mendelsohn (1998) and Zobler (2010) also maintain that teaching that explicitly promotes and improves learners' knowledge about the listening process supports them in becoming better learners, and enables them to manage their own learning. Likewise, Gutierrez and Schraw (2015) assert that metacognitive listening instruction increases both students' learning and their metacognitive awareness.
The literature has proposed some models for teaching metacognitive strategies in general, and teaching metacognitive strategies for listening in particular. One of the models specifically developed to teach listening was proposed by Goh (1997) , whose approach is based on the idea of using listening diaries as a learning and reporting tool for the purpose of developing students' metacognitive awareness and listening comprehension. The sequence of listening lessons in this approach is comprised of three stages: 1. Listen and answer; 2. Reflect; 3. Report and discuss (Goh & Taib, 2006) . In this way, the model adds reflection activities to the traditional method of teaching listening in an attempt to improve students' awareness of listening.
Another framework is the Metacognitive Pedagogical Sequence for Listening developed by Vandergrift (2004) . In this framework, learners integrate the use of strategies with listening tasks, so that they are encouraged to use these strategies to regulate and achieve successful comprehension. The framework includes five stages: pre-listening, first listen, second listen, third listen, and reflection (Vandergrift & Goh, 2012) . In these stages, students are guided in planning, monitoring, problem-solving, and evaluation processes, as summarised in Table  (1) . It should be noted that these metacognitive processes do not work in a linear way; rather, they interact with each other to build meaning (Vandergrift & Goh, 2012) . This sequence also enables students to utilise multiple strategies to approach the listening task, which is essential to their language development. Oxford (1994) states that when students use combinations of strategies, they will have a greater benefit than working with single strategies. The present study followed Vandergrift's Metacognitive Pedagogical Sequence of Listeningbecause it is a well-constructed framework for teaching listening skills. It also fits with Omani learners and the context of this study because it is practical and suitable for the level of school students. Moreover, the sequence includes both bottom-up and top-down processes, which are critical to listening.
The existing body of research, though not exhaustive, strongly suggests that metacognitive listening strategy instruction is vital to improving listening comprehension and metacognitive awareness. Given the role that metacognition plays in promoting thinking and comprehension, and to further contribute to this line of study, the present research will investigate the effectiveness of metacognitive strategies on listening comprehension and on metacognitive awareness.
Methodology

Population and Sample
The population of this study is Grade 11 female students enrolled in public schools in Muscat in the academic year 2017/2018. As mentioned in the Annual Educational Statistics Book published by the Ministry of Education (MoE) there are 3,886 female students for this year. The study sample is made up of Grade 11 students from Nusaiba Bint Ka'ab Post Basic School in A'Seeb. This school is a typical public school as it has all facilities that can be found in any government school in Oman. Four intact classes (112 students) were assigned to control and experimental groups. Two classes (51 students) formed the experimental group, while the other two (61 students) formed the control group.
The rationale for choosing Grade 11 students was that, at this grade, students need to be prepared for higher education where self-regulated learning is critical and the need for them to take charge of their own learning is more demanding.
Only female students were involved in the study due to the fact that for religious reasons segregated educational system is followed in Oman.
Two teachers taught the two classes that formed the experimental group, and the same teachers also taught the control group classes. Having two teachers, instead of one, was intended to compensate for any idiosyncratic features that one teacher may have. The two teachers have been chosen because they taught Grade 11 and had the same educational qualifications (bachelor's degree holders from SQU) and similar levels of teaching experience (7 years and 8 years). The cooperating teachers were asked to read and sign an informed consent form. The researcher conducted a workshop to clarify the intervention and its procedures for the cooperating teachers prior to the intervention.
There were several reasons for the researcher not being involved as a teacher in this study. First, it allows the researcher to step aside and observe the instruction, which enables the data collected in the study to be triangulated. Second, it reduces the inconvenience for and reluctance of the participants, which might arise if they are taught by a researcher who they are unfamiliar with. Third, it ensures that there is no bias in the study, since the researcher is a bystander, so factors like researcher enthusiasm and preconceptions will not affect the study.
To ensure the equivalence of the participants, a pre-listening comprehension test was conducted with the experimental and control groups simultaneously. An independent sample t-test was run to compare the listening comprehension test scores for the experimental and control groups. As shown in Table ( 2), there was no statistically significant difference in the scores of the experimental group (M = 8.0, SD = 3.3) and the control group (M = 7.4, SD = 2.3); t (110) = 1.19, p = .23, two-tailed). The results indicated the homogeneity of the two groups in terms of their level of listening comprehension prior to metacognitive listening strategy instruction. The total score= 15
The Metacognitive Awareness for Listening Questionnaire (MALQ) was also administered with the experimental and control groups, in order to determine whether both groups had an equivalent level of metacognitive listening awareness prior to the intervention. An independent sample t-test was conducted to compare the MALQ scores for the experimental and control groups, and there was no statistically significant difference in the scores for the experimental group (M = 3.2, SD = .45) and the control group (M = 3.16, SD = .36); t (110) = .87, p = .386, two-tailed). The results shown in Table ( 3) reveal that both groups were equivalent in terms of their level of metacognitive listening awareness prior to delivering the intervention.
Research Instruments and Materials 3.2.1Description of the Listening Comprehension Test
The listening comprehension test answered the first research question: To what extent does metacognitive listening strategy instruction affect Omani Grade 11 EFL learners' listening comprehension? The researcher developed two forms of a listening comprehension test, following the MoE exam specifications for Grade 11. The test was divided into two main groups of questions: Listening One required students to listen to a conversation and answer multiple-choice questions; while Listening Two was divided into two parts: fill-in-the-gap and multiple-choice questions.
One version of the test was used as a pre-test to determine the homogeneity of the experimental and control groups, while a second version was used as a posttest. The reason for having two different versions of the test was to eliminate any other variables that may have come into play with any changes in students' scores, such as memory and discussions between students after the pre-tests. This ensured more valid findings and established that any changes in students' scores were primarily the result of the intervention. The pre-and post-tests were graded by the researcher and the English language senior teacher in the school reviewed the results.
Validity and Reliability of the Listening Comprehension Test
The two versions of the listening comprehension test were validated both by academics from SQU, and other higher education institutions and practitioners from Ministry of Education (The parallelism of the two versions of the test was also verified by a panel of experts who agreed that the tests were parallel and suitable for the Grade 11 level. Based on their feedback, some minor modifications were made, such as moving the words from the alternatives to the stems of the questions, and changing the order of some items.
To establish the reliability of the listening comprehension test, it was piloted with one Grade 11 class (25 students) who were not involved in the study. Then, Cronbach's Alpha was calculated to determine the reliability of the test; it was found to be reliable at .77, which suggests good reliability. In addition, the pilot test helped to establish that the test was appropriate for Grade 11 students and that the audio scripts were clear.
The Metacognitive Awareness for Listening Questionnaire (MALQ)
The Metacognitive Awareness for Listening Questionnaire (MALQ) developed by Vandergrift et al. (2006) was adapted to answer the second research question:
To what extent does metacognitive listening strategy instruction affect the metacognitive listening awareness of Omani Grade 11 EFL learners? The researcher obtained permission from the developers of this questionnaire to use it in this study, and they also provided an interpretation guide on how to use the data gathered from it. The MALQ evaluates, "the extent to which language learners are aware of and can regulate the process of L2 listening comprehension" (Vandergrift et al., 2006, p. 432) . It consists of 21 items divided into five dimensions: planning and evaluation (items 1-5); directed attention (items 6-8); problem-solving (items 9-14); mental translation (items 15-18); and personal knowledge (items 19-21). A five-point Likert scale was used for responses to the items, where 5= always, 4= often, 3= sometimes, 2= rarely, and 1= never. In the original questionnaire, these dimensions were carefully selected following rigorous examinations and multiple stages of questionnaire construction. The original questionnaire was piloted with 966 learners from different nationalities to demonstrate the strength of the five dimensions underlying it (Vandergrift & Goh, 2012) . It should be noted that items 7, 19 and 20 are negatively stated items, and that the mental translation sub-scale (items 15-18) relates negatively to the overall scale, so these items were reverse-coded prior to the data analysis.
Validity and Reliability of the MALQ
A number of experts were asked to review the questionnaire to determine the clarity and relevance of each item. This validation panel was also asked to suggest any further items that could be added to any of the factors. Based on their feedback, some modifications were made. For example, two items were removed because of repetition, and two new items were added to the mental translation factor. The questionnaire was also translated into Arabic and validated by professional translators, English teachers, and Arabic teachers. Then, the questionnaire was piloted and Cronbach's Alpha was calculated to determine the reliability of the final MALQ, which was found to be reliable at .79.
Teacher's Manual
Based on the literature on metacognitive listening strategy instruction (Al- Balushi, 2017; Vandergrift, 2007; Vandergrift & Goh, 2012) , and on the researcher's own teaching experience, the researcher developed a teacher's manual to help the selected teachers implement the training in the right way. This manual includes the objectives of the training sessions, the definition of metacognitive strategies, the lesson sequence, and the procedures to be used. It also includes a sample of lesson plans and the listening activities to be taught in the eight sessions.
Establishing the Validity of the Teacher's Manual
The teacher's manual was validated by educational professionals, including teacher trainers, supervisors, two senior English teachers, and two English teachers, to evaluate its applicability and clarity. They all agreed that the manual was clear and applicable.
The Intervention: Metacognitive Listening Strategy Instruction
The intervention comprised eight listening lessons based on the Metacognitive Pedagogical Sequence for Listening created by Vandergrift (2004) . Within this intervention, students in the experimental group were instructed on metacognitive strategies using listening passages from their syllabus (Grade 11 "Engage with English" textbooks), and the control group was exposed to the same listening passages, but without any explicit instruction on metacognitive strategies. All the listening activities taught throughout the intervention were from Grade 11 textbooks. There are variations in the listening passages presented in the book. The syllabus includes dialogues and monologues with different task demands. For example, in some tasks students were required to respond to multiple-choice or fill in the gap questions while in some tasks students had to take notes or respond to wh-questions. It should be noted that students in the experimental group received an orientation lesson on metacognitive listening strategies prior to the intervention in which the teacher explained the metacognitive strategies and highlighted their importance. Then, she showed the students how to use the strategies using think-aloud method.
Findings and discussion
The Effect of Metacognitive Listening Strategy Instruction on Omani Grade 11s' Listening Comprehension
To answer the first research question, 'To what extent does metacognitive listening strategy instruction affect Omani Grade 11 EFL learners' listening comprehension?', a post-listening comprehension test was administered to both groups. Then, the results of the independent sample t-test were calculated to compare the scores between the experimental and control groups. Significant differences were found in the mean scores of students in the experimental group (M = 11.33, SD =3.1) and control group (M = 9.57, SD = 2.4); t (110) = 3.3, p =.001, two-tailed), as shown in Table 5 . Simply put, the students in the experimental group outperformed the students in the control group. The total score= 15 A paired-sample t-test was also conducted to further investigate the impact of metacognitive listening strategy instruction on the experimental group. Table 6 shows the results of the paired-sample t-test. The total score= 15
There was a statistically significant increase in the experimental group students' scores from the pre-test to the post-test, at t (50) = -9.9, p ˂ .05 (two-tailed). The mean increase in the post-test was 3.3 with a 95% confidence interval ranging from -3.98 to -2.64. The Eta-squared statistic (0.66) indicated a large effect size, according to guidelines provided by Cohen (1988) . Thus, it can be concluded that MLSI had a positive effect on students' listening comprehension.
The Effect of Metacognitive Listening Strategy Instruction on EFL Grade 11s' Metacognitive Listening Awareness
To answer the second research question, 'To what extent does metacognitive listening strategy instruction affect the metacognitive listening awareness of Omani Grade 11 EFL learners?', the Metacognitive Awareness Listening Questionnaire (MALQ) adapted from Vandergrift et al. (2006) ) was administered to the experimental and control groups following the intervention. The results of the independent sample t-test are displayed in Table 7 below. As shown in Table 7 there was a significant difference in the mean scores between the experimental (M = 3.4, SD = .45) and control groups (M = 3.21, SD = .46); t (110) = 2.4, p = .017, two-tailed).
To further confirm the impact of metacognitive listening instruction and to gain more in-depth knowledge about its impact on every element of metacognitive listening awareness of students in the experimental group, a paired-sample t-test was used to explore the effect on overall metacognitive awareness and on every sub-scale. As shown in Table 8 , there was a statistically significant increase in students' overall metacognitive listening awareness from pre-MALQ (M= 3.2, SD= .45) to post-MALQ, (M =3.4, SD=.34; t (50) = -3.23, p = .002 (two-tailed)). This suggests that the intervention had a positive impact on the students' metacognitive listening awareness. The means and standard deviations of each sub-scale were also calculated, and are presented in Table 8 . As displayed in Table 8 , there was a statistically significant increase in the sub-scales of planning and evaluation, problem-solving and personal knowledge. However, directed attention and mental translation categories didn't show a statistically significant change. Table 9 below shows the scale for interpreting the overall mean of the mean scores for the metacognitive processes included in the MALQ. The overall awareness of students prior to the intervention fell in the moderate level category, and increased to a high level following the intervention. However, directed attention (M= 4.19 ) and problem-solving (M = 3.50) fell into the high level category prior to the intervention. This section will provide details for every category in the MALQ questionnaire. 
Planning and Evaluation
Planning and evaluation refers to the strategies that assist learners in planning and preparing for listening, as well as evaluating their performance after listening. Table10 shows the means and standard deviations for the items related to this category. Table 10 shows that most of the items are convergent, and that there is a noticeable increase in the means for all items from pre-intervention to postintervention. The highest mean increase was for statement 3 'I have a goal in mind as I listen to English texts'. This was because the MLSI students were adequately prepared to listen, as the teachers encouraged students to think of the purpose of their listening, predict the listening topic, and set a goal before they started to listen. They were also instructed on evaluating their performance in every MLSI lesson. Throughout the intervention, students were required to reflect on their listening process and identify areas for improvement, which explains the improved means for statements 4 and 5.
Directed Attention
Directed attention concerns the strategies needed to focus attention on the listening task. Table 11 presents the means and the standard deviations for the items related to this category. There was a slight increase in the overall mean for this category. However, this increase is not significant (see Table 8 ). The overall mean score for directed attention (M = 4.19) was the highest amongst the MALQ sub-scales. It has been well-documented in the literature that language learners across different levels give priority to directed attention when receiving language input (Goh & Hu, 2013) . This popular use of directed attention may explain the high mean prior to the intervention, and indeed priority was also given to the attention factor in the present study. When students were asked to evaluate their performance and what they would do differently in the next listening, in the post-listening stage, the majority of them reported that they would try to concentrate more on the message and pay more attention to the listening script.
Moreover, the insignificant increase for directed attention in the post-MALQ scores can be attributed to the fact that these students had already reached a high level of directed attention, so their involvement in this training made little improvement to their attention.
Problem-solving
Problem-solving strategies help students make inferences when they are not able to hear or understand a certain word; they are also related to monitoring and evaluating comprehension while listening. As shown in Table 12 , the mean increased from a moderate level before the intervention (M = 3.09) to a high level (M = 3.41) after the intervention. The highest increase was for item 14 'When I guess the meaning of a word, I think back to everything else that I have heard to see if my guess makes sense' from (M = 3.62) in the pre-MALQ to (M = 4.09) in the post-MALQ. This indicates that students acquired more complex metacognitive strategies. To utilise such strategies, students need to concentrate on the text, construct meaning, and consider their own thinking as they are trying to make sense of what they are listening to (Goh & Hu, 2013) . In the MLSI undertaken for this study, teachers prompted students to use problem-solving strategies. For example, teachers did not accept the answers only, but went further, asking students how they had reached their answers. Students became more aware of their own thinking. Moreover, the noticing activity in the final listen helped students to identify their own mistakes, and they were able to explain their perception problems as they compared the written form with what they had heard. This can clearly explain the significant improvement seen in problem-solving strategies.
Mental Translation
Mental translation refers to the strategies students use to translate the input to their first language. According to Vandergrift et al. (2006) , EFL listeners must avoid mental translation in order to become more effective listeners. As shown in Table 13 , there was a decrease in the overall mean from (M = 2.43) in the pre-MALQ to (M = 2.27) in the post-MALQ. Though not statistically significant (see Table 9 ), this decrease is desirable since it means that students attempted to focus on connecting speech to construct meaning. Osada (2001) notes that when learners are busy with translation, they preoccupy themselves by processing the input word-by-word, making it difficult for them to understand the message conveyed. The insignificant decrease might be attributed to the fact that eight weeks may not be sufficient time to significantly decrease the use of mental translation, since students use it frequently. The researcher noticed that evidence of their use of mental translation was present in their listening test papers, as some of the students wrote Arabic translations beside the given questions, so more time might be needed to avoid this strategy and see a significant change. The same issue was highlighted by Al Balushi (2017) , who stated that the participants in her study translated the components and the given instructions into Arabic before they attempted to answer.
Personal Knowledge
The category of personal knowledge relates to listeners' perceptions regarding the difficulty of listening, and their confidence in L2 listening. Table 14 shows the descriptive statistics for this category. As shown in Table 14 , the mean score for personal knowledge improved from (M = 2.99) before the intervention to (M = 3.24) after the intervention. Students' responses to statement 21 'I feel confident when I listen to English texts' increased from (M = 3.41) in the pre-MALQ to (M = 3.9) in the post-MALQ. This suggests that students have gained some confidence in listening as a result of the instruction. Another improvement in their personal knowledge is seen in statement 20 'I feel that listening comprehension in English is a challenge for me', which decreased from (M = 2.76) in the pre-MALQ to (M = 2.72) in the post-MALQ. However, their perception of listening as being more difficult than reading, speaking, or writing increased from (M = 2.8) in the pre-MALQ to (M = 3.1) in the post-MALQ .This may be because the students became more aware of the complex nature of listening skills, and that this requires greater memory and attention capacities when compared to reading and writing skills.
Regarding personal knowledge, it can be concluded that MLSI has a positive impact in improving students' confidence in L2, as Harputlu and Ceylan (2014) maintain that confidence and self-encouragement are of key importance in listening comprehension. This also echoes Goh's (2008) position on MLSI that it promotes students' confidence and makes them more comfortable with the listening process.
Conclusion
The results of this study have highlighted the positive effect of metacognitive listening strategy instruction on students' listening comprehension and their metacognitive listening awareness, lending support to the existing body of research that investigates the importance of MLSI. Thus, these findings extend our knowledge about the significant role of listening process-based approach on helping students use metacognitive strategies to regulate and achieve successful comprehension. Engaging students in the strategies of planning, monitoring, problem-solving and evaluation makes them more active listeners, rather than passive receivers for input.
Recommendations
The findings of the present study imply the need for a move away from the conventional methods of teaching listening towards MLSI. Students need to be taught how to approach listening texts, and how to monitor and evaluate their performance. To enable this, teachers may be made aware of the importance of metacognition and learning strategies. Teachers' pre-service training programmes may prioritise metacognition, and equip student teachers with strategies for how to apply them in classrooms. Such training will improve teachers' practices in teaching listening and other language skills. Furthermore, professional development workshops and in-service training courses offered by the Ministry of Education should take into account the role of metacognition in learning, and should provide teachers with techniques to implement metacognitive strategies in the classroom. Teachers themselves need to seek out opportunities to encourage their students to use these strategies. Technological innovations can be incorporated within listening lessons to foster learning and make it more interesting for students. The finding that students' performance improved as a result of only an eight-week MLSI intervention encourages the implementation of this instruction in daily lessons to gain more fruitful results and help students improve both their language skills and metacognitive awareness.
